Abstract. The present qualitative study investigates the underlying factors of willingness to communicate (WTC) among intermediate-level adult Turkish EFL learners studying at the school of foreign languages of Anadolu University. WTC is defined as "a readiness to enter into discourse at a particular time with a specific person or persons, using a L2" (MacIntyre, Clement, Dörnyei and Noels, 1998: 547). In the current study, WTC refers to a more general willingness to participate in English lesson, communicate in English both verbally and in a written way and accordingly learn English. The participants are five students who are believed to have varying levels of WTC according to their teacher's observation. They were told the purpose of the study and what is exactly meant by WTC. The qualitative data were collected using an open-ended questionnaire, two sessions of semi-structured interviews and six journal entries per participant. The data were analyzed using thematic analysis. Once the codes and themes were constructed and as a result the factors affecting the participants' WTC behavior in a foreign language classroom were found, quotations were provided to support the findings. Finally, implications for teachers and administrators and suggestions for further research were propounded.
Introduction
In countries where English is learned as a foreign language, classroom learning, namely learning the target language in the classroom in a formal way, and thus WTC plays a far more crucial role as learners are bound to have fewer opportunities to use the foreign language outside the classroom (Zhou, 2015) . However, foreign language learners sometimes might lose motivation to make profitable use of these chances. As for why this poses a problem for foreign language development, Allwright (1984) notes that "the first, most obvious and best established reason for 'getting them (L2 learners) communicate' is that communication practice in the classroom is pedagogically useful because it represents a necessary and productive stage in the transfer of classroom learning to the outside world." (p. 156-157) In addition to this, teachers may not approach their students WTC behavior appropriately disregarding its multifaceted structure, which is the other side of the problem concerning L2 WTC.
With this regard, investigating WTC in EFL contexts, seems to be a pertinent concern for ELT practitioners, and is of paramount importance for a number of reasons. First, high level of WTC is likely to boost motivation among students to seek out opportunities to use English in the classroom (Peng, 2012) . Second, it is important for language teachers to understand the interaction and interdependence among individual, environmental and linguistic factors underlying WTC since it is a direct predictor of frequency of communication in the language the classroom (Cao, 2011) . Furthermore, recognizing the role of WTC in language learning as an important learner variable will help ELT practitioners attend to their students' WTC behavior more appropriately. In this sense, research reveals that teachers should not attribute their students' WTC to a single source (Cao, 2011) . Rather, it is appropriate for them to recognize that there is much more involved underlying learners' WTC behavior including individual, environmental and linguistic factors. In other words, teachers should be concerned with the different ways in which students participate or avoid participating in class instead of limiting classroom participation to monitoring if and how many times students raise their hands to answer questions (Bernales, 2016) . As a result, these different ways and the factors underlying WTC can be better understood through more research in a variety of EFL contexts and useful implications might be provided accordingly. Çetinkaya (2005) states that although a considerable number of studies have been conducted on L2 WTC, most of these studies are from Canada and have been carried out with Anglophone students learning French as a second/foreign language (MacIntyre, Baker, Clement, Donovan, 2002; MacIntyre, Charos, 1996) . There are relatively fewer studies conducted with students learning English as second/foreign language. Furthermore, despite the abundance of related research around the world, WTC has not taken much consideration in Turkey (Öz, Demirezen, & Pourfeiz, 2015) . As regards to why further research on L2 WTC is needed in Turkish context, it is worth mentioning that Turkey is in the expanded circle with regard to the place and role of English, where L2 learners' chances of L2 communication is limited to classroom only (Büyükkantarcıoğlu, 2004 , as cited in Szczepaniak, Pathan & Soomro, 2013) . Therefore, the underlying reasons of their (un)willingness to communicate in the target language inside class should be investigated. Additionally, considering the context-specific nature of WTC, further research will enable us to better understand learners' L2 WTC behavior. Consequently, ELT practitioners in Turkey are likely to benefit from the findings of the present study. Specifically, English instructors and administrators in intensive English programs in Turkey might gain further insights into the enduring and situation-specific factors underlying WTC among Turkish EFL learners.
Within this regard, the purpose of the present qualitative study is to explore the enduring and situation-specific factors underlying WTC in class among intermediate-level adult Turkish EFL learners at a state university. For this purpose, the present study attempts to seek answers to the following research question:
have potential impact on L2 WTC. In other words, L2 WTC is multifaceted, and is influenced by the joint effect of numerous variables that might be both internal and external to the learners. This is likely to explain why people show a great deal of variability in their willingness to communicate. So far, a good deal of research has been conducted on these internal and external variables influencing L2 WTC, which has lent support to the intertwined relationship between L2 WTC and other variables (Peng & Woodrow, 2010) . Peng (2012) notes that there have been two methodological orientations in L2 WTC research, namely quantitative methods and qualitative methods. Research studies utilizing quantitative methods have investigated the relationship between L2 WTC and other variables such as personality, age and gender, attitudes and motivation, L2 communication confidence, learner beliefs, notions of hesitation, preoccupation and volatility feature, and class size. It is worth mentioning that majority of these studies have been conducted with Anglophone students learning French as a second language. MacIntyre and Charos (1996) , for instance, investigated the relations among attitudes, motivation, perceived competence and anxiety in predicting success in L2 learning and communication, and examined their impact on the frequency of L2 communication and the role of global personality traits (extroversion, agreeableness, conscientiousness, emotional stability and intellect) using path analysis. The participants were Anglophone students who spoke English as their native language and possessed only a minimal level of competence in French. It was found that L2 communication is related to willingness to engage in L2 communication, motivation for language learning, the opportunity for contact and perceived competence. Perceived competence, in turn, was found to be affected by language anxiety, intellect and the social context. As for the role of the personality traits, it was noted that they had influence on language-related attitudes, language anxiety, perceived competence, motivation for language learning and willingness to communicate, and contributed to the frequency of L2 communication along with social context. MacIntyre, Baker, Cleḿent and Donovan (2002) , similarly, investigated L2 communication among students in a junior high French late immersion program examining the effects of language, sex, and grade on WTC, anxiety, and perceived communication competence on frequency of communication in French, and on the attitude and motivation variables, globally and at each grade level. Results indicated that there were significant main effects of language, sex and grade on WTC. WTC was higher in L1 than in L2, higher among girls than among boys, and higher in grades 8 and 9 than in grade 7, but not significantly different between grades 8 and 9. MacIntyre and Doucette (2010) examined the relationship between action control variables (hesitation, preoccupation and volatility), perceived competence, language anxiety and WTC inside and outside the classroom among high school students who are English learners of French in Canada. The data were collected through a total of ten scales, and analyzed using correlations and path analysis. It was found that WTC was significantly correlated positively with perceived competence, and negatively with anxiety speaking the L2 (French). In addition to this, perceived competence in French was negatively correlated with anxiety speaking the L2. Furthermore, L1 WTC was positively correlated with L1 perceived competence and negatively correlated with anxiety. Additionally, L1 and L2 trait-like WTC and perceived competence were significantly correlated, but L1 anxiety and L2 anxiety were not. Lastly, the only significant correlation among the three subscales of action control was between preoccupation and hesitation.
There are some other studies that have been carried out with students learning English as a foreign language as well. Yashima (2002) , for example, tested L2 communication model with a group of Japanese students learning English as a foreign language. According to the L2 communication model tested in this study, the general attitude, also referred to as the international posture, is assumed to Of the research studies employing qualitative research methods, Kang (2005) examined how situational WTC emerges through the role of situational variables. The participants were four Korean EFL students who came to the United States for educational purposes or to improve their spoken English skills. The data gathered from interviews, videotaped conversations and stimulated recalls were analyzed by means of inductive analysis. As a result, it was found that L2 WTC emerged from a combination of psychological conditions, namely excitement, responsibility and security, which were co-constructed by such interacting situational variables as topic, interlocutors and conversational context. Depending on these findings, it was concluded that L2 WTC is a dynamic situational concept that can change time to time rather than a trait-like predisposition. Similarly, Cao and Philip (2006) investigated trait-like WTC and situational WTC in a second language, and examined the consistency between L2 learners' self-report WTC and their actual WTC behavior in a second language classroom by adopting methods of classroom observation, participant interviews and questionnaires. The participants were intermediate-level international students enrolled in an intensive General English program at a university-based private language school in New Zealand. As a result, self-report WTC mismatched with the participants' actual classroom behavior, suggesting that learners' WTC behavior is influenced by both trait-level and state-level WTC. In addition to this, a number of factors were found to influence the participants' WTC behavior in class, such as the group size, familiarity with interlocutors, interlocutors' participation, familiarity with the discussion topics, self-confidence, medium of communication and cultural background. In a multiple case study, Cao (2011) investigated the dynamic and situated nature of WTC in second language classrooms. Data were collected through classroom observations, stimulated-recall interviews and reflective journals from six students from one intact advanced-level English as Academic Purposes (EAP) class at a university in New Zealand. To analyze the data, a classroom observation scheme containing WTC categories was created. These categories included volunteering an answer, asking the teacher a question, trying out a difficult form in the target language and presenting own opinion in class. It was found that situational willingness to communicate in L2 classrooms emerged from the joint effects of individual factors, referring to perceived opportunity to communicate, personality, self-confidence, emotion, and environmental conditions, namely the topic, task type, interlocutor, teacher and class interactional pattern. In another multiple case study, Peng (2012) explored factors influencing WTC in EFL classrooms in China from an ecological perspective. Four university students participated in the current study and the data was collected through semi-structured interviews, learning journals and classroom observations over seven months. Content analysis was used to analyze the data. According to a nested ecosystems model, six factors underlying classroom WTC were found in the microsystem: learner beliefs, motivation, cognitive factors, linguistic factors, affective factors and classroom environment.
Having utilized both quantitative and qualitative methods, MacIntyre, Burns and Jessome (2011), part of a larger project, investigates ambivalence about communicating in a second language among junior high school students enrolled in a French immersion program. For the accomplishment of the current study, the participants first completed a questionnaire including information on their linguistic background and frequency of French communication. In addition to this, their language learning orientations were also assessed. However, the main data collection instrument was focused essays asking the participants to write up to six situations in which they were the most willing to communicate in French, and six situations in which they were the least willing to communicate in French. As a result, a considerable similarity was found between the situations that contribute to WTC and those that discourage WTC. The situations that the participants described referred to both communicating at school with teacher and peers, and communicating outside of school with family, friends, strangers and media use. Additionally, perceived competence, autonomy and relatedness emerged as the key terms. The current study reveals that the situations in which students are most or least willing to communicate may be quite similar to each other, indicating that communication context is likely to move learners from a state of willingness to unwillingness to communicate or vice versa.
When it comes to the L2 WTC behavior of Turkish EFL learners, which has been densely investigated, Çetinkaya (2005) , in her dissertation, examined whether Turkish college students who were learning English as a foreign language were willing to communicate in English when they had the opportunity to do so. She further examined whether the WTC model, developed by MacIntyre et al. (1998) , explained the relations among social-psychological, linguistic and communication variables in Turkish EFL context. The data were collected using a WTC questionnaire administered to a large group of college students in Turkey, and interviews conducted with a smaller group of randomly selected students who had already answered the questionnaire. The quantitative data were analyzed employing Structural Equation Modeling (SEM), while the interviews were used to elaborate the quantitative results. The results indicated that Turkish college students who were learning English as a foreign language showed moderate motivation to learn English, had a positive attitude toward the international community, had low communication anxiety, perceived themselves to be somewhat competent in English communication, were slightly extraverted, and somewhat willing to communicate in English. It was also reported that the participants' WTC behavior was directly influenced by their attitude toward the international community and their perceived linguistic self-confidence. Moreover, the participants' motivation for learning English and their personality with regard to being an introvert and extrovert was indirectly related to their WTC behavior via linguistic self-confidence. Furthermore, the participants' attitude toward the international community was related to their personality.
In a quantitative study with similar objectives, Öz, Demirezen, and Pourfeiz (2015) investigated Turkish EFL learners' perception of WTC and its relationship with communication factors such as communication apprehension, self-perceived communication competence and affective factors such as integrativeness, attitudes towards the learning situation, motivation, instrumental orientation and ideal L2 self. The participants were a group of EFL learners of a teacher education program at a major state university in Turkey. The data were collected using a variety of scales, and analyzed using Structural Equation Modeling (SEM). As a result, it was found that communication competence and communication apprehension strongly predicted WTC, whereas motivational factors were found to have an indirect effect on WTC. Additionally, the proposed model accounted for 63% of the variance in WTC, which means that communication competence, communication apprehension and motivational factors all together explain 63% of the variance in WTC among Turkish EFL learners.
To iterate, a review of the studies investigating willingness to communicate (WTC) among L2 learners reveals a number of common findings. First, WTC behavior of L2 learners is multi-faceted and thus a complex construct. Second, it is affected by a wide array of factors that might be both trait-like and situational. Third, it is dynamic, which means that it may undergo change easily. Lastly, it is context-specific, which means that once the individuals and the context change, divergent findings are likely to arise. Therefore, further research is still required to be able to gain better and clearer insights into WTC behavior of L2 learners, a thorough understanding of which will be beneficial for both learners and teachers.
Methodology

Research Site
For the purpose of the current multiple case study, the data were collected at Anadolu University School of Foreign Languages (AUSFL). AUSFL operates on the semester system and adopts an integrated approach to foreign language learning. AUSFL determines learners' proficiency level according to Global Scale of English (GSE). GSE puts learners at a precise point on a scale from 10 to 90, in each of which there are specific learning outcomes. According to this scale, points from 22 to 29, 30 to 35, 36 to 42 and 43 to 50 correspond to levels D, C, B and A, respectively from the lowest to the highest in terms of English proficiency. It is worth mentioning that these levels are determined as a result of a requisite placement test and a proficiency exam that are carried out at the beginning of the fall term.
Each class at AUSFL consists of 20 to 25 students who are taught by three English instructors collaboratively. There are three main teaching materials, namely a course book, a supplementary pack prepared by a group of instructors and an online system provided along with the course book. Assessment occurs through two mid-term exams and a final exam. It is worth noting that there are also a lot of extra-curricular activities carried out by the instructors and students at AUSFL. In other words, AUSFL recognizes that it is essential to keep L2 learners active and get them communicate inside and outside the class.
Participants
Preliminary data were collected from 17 intermediate-level (level A according to GSE) adult Turkish EFL learners. Subsequently, five of these learners were asked for further data collection. In determining these five participants, extreme case sampling was employed. Creswell (2012) states that extreme case sampling is used to describe particularly troublesome or enlightening cases. These five participants were believed to enlighten the case considering that they differed in their English proficiency within the same class and WTC behavior depending on their mid-term scores and their teacher's observation for eight weeks prior to the data collection, which is also why the present study is a multiple case study. Table 1 below displays the participants of the current study. The participants' WTC behavior (negative or positive) depending on their teacher's observation.
As Table 1 shows, two of the five participants are females. Two of them have repeated one of their classes before and thus have been attending AUSFL for two years. One of the two participants who are assumed to have low WTC has the lowest mid-term score, while the other has the highest. The participant with low WTC and the lowest mid-term score is also the one who has attended classes the least so far.
Data Collection
The current study was carried out in 2015-2016 Spring Semester right after the first mid-term exam that the participants sat in week nine of the semester. Multiple data were collected through an openended questionnaire, semi-structured interviews and journals kept by the participants. The purpose of the open-ended questionnaire was to elicit overall opinion of a larger sample (N=17) of the whole population with regard to the reasons why they are willing/unwilling to communicate in English in class. Further data were collected from a relatively smaller sample (N=5). Two sessions of semistructured interviews were conducted individually with each participant. The first session focused on building rapport and informing the participants about the overall aim of the current study. The second session was conducted one week later, and each participant was interviewed on a different day after their regular classes. The interviews were conducted in Turkish and audio-recorded. Each interview in the second session lasted 30-40 minutes. There were five interview transcriptions.
Translations are the researcher's. The participants were also asked to keep a journal twice a week for three weeks. The purpose of the journals was to contemplate how the participants felt with regard to their WTC behavior on a specific day, and support the findings gathered through the open-ended questionnaire and the semi-structured interviews. There were 30 journal entries. Translations are the researcher's.
To ensure the reliability and validity of the data collection instruments of the currents study, a group of experienced English language teachers who hold an MA degree in English Language Teaching (ELT) and were doing their PhD in the same field during the administration of the current study were asked for their opinion of the questions in the open-ended questionnaire, semi-structured interviews and journals. In addition to this, semi-structured interview questions were piloted with a student sharing similar characteristics with the actual participants of the current study. Necessary amendments were made on the questions accordingly. Furthermore, the first two journal entries of all of the participants were checked by the researcher, and the participants were asked to give some examples or elaborate what they had written when necessary.
Data collection took a total of five weeks. In the first week, the first sessions of the interviews were conducted and the semi-structured questionnaires were administered. In the second week, the second sessions of the interviews were conducted. The participants kept journals for the following three weeks.
Data Analysis
In the current study, there are three main sets of data, namely the participants' answers to the open ended questions, audio-recordings of the interviews and journal entries. Prior to data analysis, audiorecordings of the interviews were transcribed. The researcher herself made the transcriptions to be familiar with the data. Then, the participants' answers to the open-ended questions about the reasons of their willingness and unwillingness to participate (to communicate in English) in class were listed. Subsequently, transcribed interviews and the journal entries were analyzed using thematic analysis. Thematic analysis is defined as "a method for identifying, analyzing and reporting patterns (themes) within the data" (Braun & Clarke, 2006: 79; as cited in Liamputtong, 2009:135) . The researcher first read each transcript and journal entry to make sense of what had been reported by the participants as a group without making any notes or interpretations. After the first reading, a few general notes were made about what turned out to be interesting or important. The researcher read through the overall data once again making marginal notes this time. The different codes identified in the initial coding were connected into categories and sub-categories. Finally, themes were found by making connections between these categories and sub-categories.
It is worth mentioning that the interview questions in the present study covered the participants' English learning background (question 1), their perceptions with regard to knowing English (question 2), their perceptions with regard to what to do to learn English (question 3), their perceptions with regard to opportunities to use English in class (question 4), their perceptions with regard to their class atmosphere (question 5) and the extra-curricular activities that they find helpful to learn English (question 8) along with their perceptions with regard to their WTC behavior in class and the factors affecting their WTC behavior (questions 6, 7). The main data were elicited from the participants' answers to the questions 6 and 7 as well as the journal entries. Their answers to the rest of the questions were roughly interpreted without constructing codes and themes.
Once the codes and themes were constructed and as a result the factors affecting the participants' WTC behavior in a foreign language classroom were found, quotations were provided to support the findings.
Concerning the reliability of the findings, it is worth noting that the initial coding was carried out with a group of English language teachers who were doing their PhD in English Language Teaching (ELT) department. In addition, themes, categories and sub-categories were checked by the same group of teacher researchers and an ELT professor who can be considered as an expert in educational qualitative studies.
Findings
Findings reveal that except Daisy and Rose, the participants are not content with their previous English learning experience. They indicate that their high-school English education was based mainly on grammar teaching and memorization. They complain that there were not enough interactive, communicative activities. They also maintain that foreign language teaching is not paid enough attention in highs schools in Turkey and the time allocated for English lessons are generally used for other school subjects. Daisy and Rose, on the other hand, report that their English lessons were based on four skills and their teachers got them to communicate in English.
The participants all consider that knowing English is important for them. The reasons why they consider knowing English is important include opportunities for finding a job, having access to international sources, opportunities for Erasmus and post-graduate education and keeping the brain active. With regard to their perceptions of what it means to know English, they mention ability to communicate with others, ability to express oneself and ability to make and understand complicated sentences.
With regard to what the participants think is necessary to do to learn English; they all mention watching movies, TV series and videos in English. In addition to this, they report that it is very important to learn new vocabulary, read lyrics and guess their meanings, write in order to learn how to make sentences, make foreign friends to speak to and listen to other students speaking English. Jack and Daisy maintain that it is essential to listen to the teacher during the lesson to be able to learn English well. Jack also emphasizes curiosity to be able to learn any foreign language. Daisy and Rose underscore the importance of producing the language via speaking practice. Rose also indicates that it is crucial to get feedback in order to correct one's mistakes.
Concerning their perceptions of the class atmosphere, the participants agree that most of the students in their class do not seem to be willing enough to learn English, which causes arguments with the teacher and the class atmosphere to be negative. Additionally, they indicate that they do not talk to or see each other outside the class, which, however, they say does not have any effect on their willingness to communicate in class at all. Jack reports that the students for whom prep school is elective are negatively affecting the class atmosphere. Daisy comments that boys outnumber girls, which, as she asserts, affects the atmosphere in a negative way.
The participants of the present study state that there are not enough opportunities for speaking and writing in their class. Daisy indicates that there are enough opportunities to use English in class but not enough for the proficiency exam. Rose claims that Turkish is the mainly spoken language, leaving not enough time for English. She also states that that students are not at the same proficiency level prevents them from having enough opportunities to use English in class. Tom suggests that each teacher should focus on a separate skill for the students to be able to have enough opportunities to use English in class.
Lastly, extra-curricular activities that the participants do or think are good to learn English include watching movies and TV series in English, playing online games, surfing the Internet in English, reading and listening in English and having a pen-pal. They do think that reading books is also a good way but boring or tiring because of the unknown vocabulary. Table 2 below shows a summary of these findings. 
Underlying Factors of WTC
As a result of the thematic analysis, in which codes and themes were constructed as a result of reading and rereading the entire data many times, nine factors were found to affect WTC among intermediate-level adult Turkish EFL learners participating in the current study. These factors are the teacher, the student, other students, class atmosphere, topic, materials, activities, administration and others.
The Teacher
The participants indicate that the teacher is one of the most important factors affecting their willingness to communicate in English in class. The findings also reveal that some students are discouraged when the teacher tells them that it is early or unnecessary to try to learn more than they can comprehend. The teacher's being active during teaching by walking around, asking questions, checking the answers, monitoring the students, reviewing, answering the students' questions also increase WTC, whereas the teacher's using the course-book only as a reference, not making further explanations and not providing some tips and similarities and differences have a negative effect on the students' WTC. To exemplify:
"Öğretmen ekstra şeyler öğretmeli, püf noktaları öğretmeli, syllabusın dışına çıkabilir." "The teachers should teach extra things and provide us with some tips, key points, etc.. They do not have to stick to the syllabus." (Tom)
"Ayrıntılı açıklama ve örnekleme olmayınca, püf noktalar, benzerlikler farklılıklar bahsedilmeyince zorlanıyorum. "
"I have difficulty when I am not told any further explanations, key points, similarities and differences." (Daisy)
The teacher's using the black board during teaching, bringing supplementary sources and reference books to the classroom and telling his/her own opinion for the discussion topics are among the factors affecting WTC positively.
One another positive underlying factor of WTC is the teacher's speaking English for most of the time. Rushing teaching with the purpose of following the syllabus and the teacher's talk dominating the students' talk were found to have a negative effect on the students' WTC.
"Sınıfta Türkçe konuşulmasın isterdim. Sınıfta hep İngilizce konuşulmasının faydalı olduğunu düşünüyorum." "I wish Turkish was not spoken in class. I believe that speaking English all the time in class
As for the teacher's character, the teacher's having sense of humor and making jokes were reported to increase WTC. On the other hand, the teacher's being arrogant and reflecting their personal problems to his/her work place were reported to have a negative effect on the participants' WTC.
Lastly, the participants also report that the teacher's coming to the class on time contributes to their WTC, which has been categorized as "other" in the present study.
The Student
There are two categories with regard to the student theme affecting WTC, namely the student's character and the student's mood. Exam results are also likely to change students' mood, thus affecting their WTC. The participants say that if they have high grades or feel that an exam has gone well, they feel more motivated and willing to participate in class discussions, do the tasks and communicate in English in class. When an exam goes badly, however, they say that they avoid participating and remain reticent.
"Quizlerden düşük not aldığımda, derse katılma isteğim azalıyor." "When I get low grades from the pop quizzes, my willingness to communicate decreases." (Jack)
"Herhangi bir sınavımın iyi geçtiğimi düşünüyorsam, derse katılım isteğim artıyor." "If I feel that an exam has gone well, I am more willing to communicate." (Rose)
Another factor that affects the participants' mood in a negative way is not being allowed to come in the classroom when they are late. They say that this damages their enthusiasm to be in the class and learn new things.
Praise is one of the most important factors that motivate the participants and increase their WTC. They say that when they are praised by either their teacher or their classmates, their willingness to participate and communicate in English boosts.
"Ama öğretmenim bana güvendiğini gösterirse, beni överse motivasyonum artıyor." "When my teacher shows me that she trusts me and praises me, I am motivated." (Rose) "Takdir edilmek derse katılım için çok önemli. Kendi kendimi takdir ediyorum ama öğretmenin ya da arkadaşların takdir etmesi de önemli." "Being praised is very important for participation in class. I do praise myself, but being praised by my tecahers and classmates is also importnat." (Jack)
Other Students
As well as the teacher and the student himself/herself, the other students in the class also affect a student's WTC. The participants do not agree on the effect of the other students' unwillingness to communicate on their WTC. Some say that they are negatively affected by the other students' unwillingness to communicate, whereas some others state that they are not affected at all. Additionally, the participants state that being warned by their classmates to pay attention to the teacher and the lesson, being asked questions about English and the lesson, and being motivated by their classmates increase their WTC. 
Class Atmosphere
Class atmosphere was also found to play a significant role on the participant students' WTC. Speaking English in the class and getting along well with the classmates seemingly contribute to positive class atmosphere and thus WTC. The participants report that if both the teacher and the students speak English as much as possible leaving very little time for L1 when necessary, they feel more willing to participate and communicate in English.
One participant states that if she has things in common and spends good time with her classmates, she is more willing to communicate in English in the class.
The arguments between the teacher and the students and too much noise apparently decrease WTC among intermediate-level adult Turkish EFL learners participating in the present study. As stated above, the participants maintain that the other students' unwillingness to participate and communicate in English has a negative effect on class atmosphere; however, this, the participants say, does not affect them all negatively. Some do get affected negatively, whereas some do not mind.
One of the most important factors affecting WTC in terms of class atmosphere is the way English is taught. Similar things are mentioned in the present paper under "the teacher" subtitle; however, it seems to be related to class atmosphere as well. 
Topic
It is worth mentioning that what the participants mean by "topic" refers to two things: 1) the grammar subject being taught and 2) the discussion, reading, writing topic. In this sense, the participants say that if they think the topic (1) is too easy or too hard and if they find the topic (2) uninteresting, their WTC is low. Additionally, if the topic (both 1 and 2) is too repetitive, they get bored and thus their WTC is low.
On the other hand, when students feel or know that the topic (mostly 1, but sometimes 2, too) is likely to be covered in the exam, their WTC increases for that specific lesson. For example, they know that they will be requested to write an opinion essay in the final exam; therefore, they are more willing to listen to the teacher teaching how to write an opinion essay, ask related questions to the teacher, write a sample essay and ask for feedback. 
Materials
One of the underlying factors of WTC is the materials used such as the course-book and the supplementary pack. The participants complain that the course-book is out of date and too repetitive, which decreases their WTC. Moreover, they think that the supplementary pack is relatively better because it is more to the point and most of its content is covered in the quizzes, mid-term exam and the final exam. Furthermore, they state that materials used should be as clear as for a student to be able to study on his/her own. This also, they say, would increase their WTC. Lastly, with regard to the materials used, the participant students state that skill-based materials would be much better.
"Kitap bence çok boş. Pack daha iyi ama ondan da pek bir şey öğrenilmiyor. Onun yerine her beceri için ayrı bir kitap olsa daha iyi olur." "The course-book is not useful at all. The pack is better, but one cannot learn much from it, either. Skill-based books would be better instead." (Tom)
Activities
As for the activities, there are such categories as variety, type and lack of activities. With regard to variety, the participants report that bringing variety to the classroom would increase their WTC. They say games are a good option.
As for activity type, none of the participants favor pair-work as it heavily depends on how willing their partner is. Therefore, they find pair work risky. They all favor individual work in which they work on their own and communicate directly with the teacher. There is not a consensus with regard to group work, though. With respect to lack of activities, the participants maintain that there are not enough activities for speaking and writing skills. They think that skill-based activities and even skill-based books would be much better than integrated ones. They further state that they would be more willing and learn English better if there were separate lessons and teachers for each skill. 
Administration
Finally, findings of the present study reveal two underlying factors of WTC related to administration. The first one is about the classes and the teachers' changing every semester. The second one is about testing. An analysis of the entire data points out that the students are not content with grammar based teaching and testing accordingly. Moreover, comments indicate that testing should be based on language production rather than perception.
"Sınavlarda kağıt üstünde boşluk doldurmadan ziyade bir paragraf yazarak öğrendiklerimizi göstermeliyiz." "In the exams, we should be requested to write paragraphs to show what we have learned instead of filling in the gaps." (Tom)
Other
Apart from all the factors listed above, there are two more factors that the participants say affect their WTC. One of them is use of smart phones in class. One participating student maintains that smart phones distract students' attention, causing noise and chaos in the classroom. He also states that teachers do not mind this because smart phones do serve useful purposes as well such as online dictionaries.
" Second one is students' conducting oral presentations in class individually or in groups as a part of evaluation. The participant students have the opinion that these presentations are a waste of time.
They also underscore the importance of feedback when such activities are carried out. These underlying factors of WTC fall into two major categories as internal and external. Only the student theme falls into the internal category, while the rest, namely, the teacher, other students, class atmosphere, topic, materials, activities and administration, fall into the external category. Figure 1 below shows all of the underlying factors of WTC as the findings of the present study reveal. At the end of the interviews, each participant student was lastly asked to tell the three most important underlying factors of their WTC. To rank the underlying factors of WTC among intermediate-level adult Turkish EFL learners is not the primary purpose of the present study; however, as Table 3 above displays, of the nine underlying factors of WTC, the teacher, the class atmosphere and the topic may be considered as the most important three factors affecting WTC among intermediate-level adult Turkish EFL learners participating in the current study.
Discussion
To iterate, the present qualitative study reveals that a wide array of factors underlie Turkish EFL learners' willingness to communicate (WTC) in a foreign language class with the most affective ones being the teacher, the class atmosphere and the topic according to the participant students' comments. In addition to these most affective underlying factors, the participants also report their own role as well as that of other students, materials, activities and administration on their WTC. The present study corroborates with previous research in the sense that its findings support the multifaceted structure of WTC. MacIntyre et al. (1998) state that there is a wide range of potential influences on L2 WTC. They present these potential influences and the interrelations among them in the heuristic model below (See Figure 2) . The top of the pyramid-shaped model, which is concerned with actual L2 use, is affected by both situation-specific influences such as behavioral intention and situated antecedents and enduring influences such as motivational propensities, affective-cognitive context and social and individual context. et al.,1998: 547) Within this regard, of the findings of the current qualitative study, the student, which is classified as internal in the realm of the current study, is considered as enduring influences. The other factors, namely the teacher, other students, the class atmosphere, topic, materials, activities and administration, which are classified as external in the current study, fall into situation-specific influences on WTC. This means that what influences the students' WTC with regard to their character "represents stable, long-term properties of the person that would apply to almost any situation" (MacIntyre et al., 1998:546) . The situation-specific influences, on the other hand, "are seen as more transient and dependent on the specific context in which a person functions at a given time" (MacIntyre et al., 1998:546) . This distinction matters when we consider that the most important three factors affecting WTC among intermediate-level adult Turkish EFL learners participating in the current study (namely the teacher, the class atmosphere and the topic) are situation-specific influences, which are likely to change. This means that considering what affects EFL learners' L2 WTC with regard to these situation-specific influences, it is possible to increase (and decrease as well) their WTC and thus enhance their actual L2 behavior. To exemplify, the participants report that they want their teachers to do a number of things so that they could be more willing to communicate such as listen to them, trust, respect, praise and encourage them, provide feedback, show enthusiasm for teaching, have daily chats with them, establish rapport, be active in class by walking around, asking questions, checking their answers, monitoring them, reviewing, answering their questions; use the black board during teaching, bring supplementary sources and reference books to the classroom, participate in class discussions and speak English for most of the time. Moreover, the participants indicate that speaking English, having things in common and getting along well with classmates and variety in teaching contribute to positive class atmosphere and thus increase their L2 WTC. They also indicate that arguments with the teacher or among the students and other students' unwillingness do have a negative effect on class atmosphere and their L2 WTC. These mean that it is possible to enhance L2 WTC by encouraging students to speak English in the class, keeping student-student interaction alive, paying close attention to their interpersonal relationships, bringing variety to the way we teach, keeping away from arguments and keeping unwilling students busy so that they will not disturb others. Furthermore, according to the participant students' comments with regard to the influences of the topic on their WTC, it is important to avoid boring and repetitive topics. Teachers should also consider individual differences to increase L2 WTC in their classes. In addition to this, the findings also suggest that it is not possible to avoid wash-back effect in teaching. In other words, considering that the participant students report that if they are taught what they are going to be tested for, they will be more willing to communicate in L2, L2 WTC is likely to increase when teaching and testing go hand in hand in terms of topic.
Apart from the most important three factors that underlie L2 WTC among intermediate-level adult Turkish EFL learners participating in the present study, the participants' comments with regard to the role of other factors should also be interpreted. The findings with regard to the student theme, for instance, indicate that language aptitude, referred as enthusiasm and ambition for learning a foreign language in the current study, plays a crucial role in L2 WTC. This is somehow what students bring to the classroom, which is thus less likely to change. However, students may be motivated to be enthusiastic and ambitious to communicate in a foreign language and thus learn it. For this purpose, students' interests should be discovered and task variety should be provided in class. For the students who are timid and worried about making mistakes and being left alone by other students, teachers should ensure that the students are aware of the significance of communicating in English to learn English. Moreover, it is important to enable the students to notice that it is not a shame to make mistakes in trying to communicate in English. The findings further indicate that other students' tolerance is essential in a foreign language classroom for the willing students to freely communicate in the foreign language.
The findings with regard to the participants' mood suggest that intermediate-level adult Turkish EFL learners participating in the current study find communicating in English stressful. It is clear that a variety of factors such as exams and not being allowed in class when they are late increase their stress and decrease their WTC. This may be attributed to the nature of school of foreign languages. This is where students take new responsibilities and learn how to be a university student and a foreign language at the same time. Therefore, teachers and administration had better make students feel comfortable so that they can be willing to communicate in English more. In addition to this, apparently, feedback, positive reinforcement and praise play a significant role on students' WTC as well.
As for the materials, findings indicate that the students want their interests to be considered more. The findings further indicate that the students are not content with having to depend on certain materials and a syllabus. It is apparent that variety in both materials and activities is significant in terms of L2 WTC. When it comes to the activity type, it is clear that the students might be nervous when they are required to carry out pair-work activities. Within this regard, teachers should pay utmost attention to matching students. It is also important for teachers not to consider pair work or group work as a way of letting students on their own and resting for a while. Instead, teachers should keep monitoring and facilitating during pair work and group work activities. Another important finding of the current study is lack of writing and speaking activities, which, as the participants report, affects WTC in a negative way. This finding may be explained with chicken and egg relationship. To clarify, teachers may attempt to carry out speaking and writing activities; however, students may seem unwilling as they are either not confident enough or worried about making mistakes. As a result, teachers may gradually give up struggling for productive activities. Therefore, neither teachers nor students are happy with regard to speaking and writing skills. This may be the reason why the participant students in the present study would prefer skill-based lessons.
The finding that the participant students do not want their teachers and classmates to change every semester may be explained with another finding of the present study, which suggests that the students feel more confident and willing to communicate in English if they are in the same class with people they know and like. This underscores the importance of positive class atmosphere on L2 WTC among intermediate-level adult Turkish EFL learners. The participant comment with regard to testing's being based on language production rather than perception, on the other hand, is a bit unexpected because students are known to prefer multiple-choice tests. This finding indicates that the participant students are aware of the significance of producing the language to be able to learn and communicate in it. Additionally, this finding and the one which is about the lack of speaking and writing activities may signal a mismatch between students' perceptions and actual behaviors on certain things. In other words, they utter that productive activities and exams would be better, but they do not attempt to produce the language at a desired level.
Implications
Findings reveal that a number of factors underlie willingness/unwillingness to communicate (WTC) in English in class, participate in lessons and learn English among intermediate-level adult Turkish EFL learners participating in the present study. Of these factors, the teacher, the class atmosphere and the topic play a far more crucial role. Additionally, it is worth noting that these influences are amendable, which makes it possible to increase WTC among learners and thus contribute to their foreign language learning process. Therefore, teachers and administrators can take initiative to do away with what makes students unwilling and make them more willing to participate in English lesson, communicate in English both verbally and in a written way and accordingly learn English.
To begin with, there are a number of things that teachers can do with regard to their attitude towards their students and the way they teach English. For instance, they should not be bossy. They are expected to listen and respond to their students. They had better show that they trust their students and enable them to feel confident. They should encourage their students to take initiative for their own learning. Additionally, they are expected to endeavor for a positive class atmosphere. For example, they are expected to find a way to deal with unwilling students. They, for example, try to keep those unwilling students busy in one way or another so that they can benefit from the lesson and the others will not be disturbed. However, in so doing, the teachers need to be careful not to exclude unwilling students by showing them that they are a nuisance. Additionally, they need to keep in mind that warning unwilling students to participate in lesson frequently may disturb the rest of the class as well. Moreover, findings indicate that feedback plays a significant role in students' learning. Therefore, teachers should give as much feedback as possible so as to make students' learning meaningful and enable them either to keep on good work or learn from their mistakes. As well as feedback, speaking English in class most of the time is crucially important for students' learning. In this sense, teachers should pay utmost attention to using the target language in class and encourage students to do so. Furthermore, teachers are expected to show their enthusiasm to teach English and be active in class. They are also expected to let students socialize and express themselves in class. For this purpose, once in a while, chat sessions can be carried out in class. Students may decide on a topic in advance or spontaneously and talk about it. The teacher is specifically expected to join those chats not as a teacher but as an ordinary member. Alternatively, these sessions can be conducted outside the class such as in the school canteen or at a café outside the school. Lastly, teachers are expected to be conformist in terms of class rules such as coming on time and not using the native language unless necessary. This makes a lot of sense considering that a fish rots from the head down.
Administrators can take some more general steps to increase willingness to learn English and communicate in English among EFL learners. For example, in the orientation week of every year, the newcomer students may be informed about the significance of communicating in English to learn English. During each semester, motivation meetings can be held. Throughout the year, students may be interviewed with regard to their willingness or unwillingness to communicate in English in focus groups. Additionally, in order to boost motivation among students to learn English, competitions may be organized, socializing activities can be carried out and there may be movie days when students watch movies they prefer unanimously. Following the movie days, some written or spoken activities can be carried out in smaller groups. Furthermore, it seems necessary to get feedback from students on exams with regard to questions types, reading/writing topics and difficulty level. Lastly, it may not sound practical at all, but the students who take English as an elective course and the ones who have to pass prep-school to start their studies at their departments may be taught in separate classes with different syllabuses being followed.
Conclusion and Further Research
Willingness to communicate (WTC), defined as "a readiness to enter into discourse at a particular time with a specific person or persons, using a L2" (MacIntyre, et al., 1998: 547) , is contextdependent. In other words, the underlying factors of WTC in one context are likely to differ from the ones in another. Therefore, it is essential to deeply investigate these underlying factors in different contexts to be able to gain overall insights into WTC among students learning English a foreign language (EFL learners). This investigation is crucial in the sense that it enables EFL practitioners, especially teachers and school administrators, to get learners communicate in the target language in class. Getting learners to communicate in the target language in class is also crucial because classroom is the only place where EFL learners can practice the foreign language.
In the present study, the underlying factors of WTC among intermediate-level adult Turkish EFL learners attending the school of foreign languages of a state university are investigated. Qualitative data were collected through an open-ended questionnaire, semi-structured interviews and journal entries. A number of situation-specific and enduring factors were found as a result as previous research did. The findings were interpreted and implications were suggested. It is worth mentioning that the findings gathered in the current study makes up only a small part of the actual population, adult Turkish EFL learners. To be able to see the big picture, further research is required.
Further research may keep data collection longer so as to get findings in better quality and quantity. For instance, participants may be requested to keep journals for a whole semester, and there may be more than two interview sessions. In addition to this, different data collection methods may be utilized. For example, participants may be asked to write focused essays on what makes them willing/unwilling to communicate in English in class. As for the potential mismatches between the participants' perceptions and their actual behaviors, video recordings and retrospective interviews would be much better to find out the underlying factors of the participants' willingness/unwillingness to communicate in English in class. Alternatively, it is possible to come up with solid findings with classroom observations in case the researcher is not the teacher of the participants. Further research may also focus on teachers' viewpoint with regard to their students' WTC, which is not the concern of the current study. Teachers may be asked the reasons why they think their students feel willing/unwilling to communicate in English in class. Furthermore, how teachers are affected by their students' willingness/unwillingness to communicate may be the concern of further research.
Finally, it is worth noting that even if the same data collection methods are applied to a different group of participants from the same context, divergent findings are likely to arise. By so doing, it is possible to get a better understanding of the phenomenon, which makes further research really necessary.
